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The purpose of this study was to investigate the attitudes of 
teachers toward peer observation before and after experiencing it. 
Research shows that teacher development activities are highly 
recommended throughout the teaching career and that peer observation 
is an important element in teacher development programs. In order 
to find out teachers' attitudes toward peer observation, two 
different instruments were employed: questionnaires and interviews. 
One version of the questionnaire was administered to 18 1994 MA TEFL 
students and the second was mailed to 8 1993 MA TEFL graduates. The 
first version consisted of three parts: before the MA TEFL Program, 
during the MA TEFL Program, and after the MA TEFL Program. The 
second version consisted of two parts: before the MA TEFL Program, 
and after the MA TEFL Program. The interviews were conducted with 3 
local 1993 MA TEFL gradi^ates. The interview items, like the items 
in the questionnaires, elicited respondents' past and present 
attitudes toward peer observation.
Analysis of the data indicated that before the MA TEFL Program, 
respondents either did not know about peer observation or they had 
some misconceptions about it. However, after practising peer 
observation and learning more about it in the MA TEFL Program, 
almost all of the respondents stated positive attitudes toward it. 
The answers to both the questionnaire and interview items indicated 
that peer observation was considered by the respondents to be an
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important activity in teacher development and in the improvement of 
teaching and learning. Another finding was that, even though the 
respondents had practised peer observation in the MA TEFL program, 
some still had some misconceptions about it. These results 
suggested that in order to meike peer observation part of the 
curriculum, teachers should be thoroughly informed about it to malte 
them aware that it is not an evaluation of their personality or 
teaching but something constructive that contributes to their 
development. It was also revealed that because of time limitations 
caused by heavy schedules, teachers hesitated to become involved in 
peer observation. This concern indicates the need to consider 
lightening teacher load so that more attention can be given to 
professional development.
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CHAPTER 1 INTRODUCTION 
Teacher Development
The history of language teaching is characterized by change. 
Teacher development is considered very important in order to keep up 
with changes in language teaching (Finocchiairo, 1988; Freeman, 1982; 
Lange, 1990; Main, 1985). Finocchiaro (1988) states that "teacher 
development has been a subject of deep concern to educators for 
nearly two centuries" (p. 2). Finocchiaro (1988) describes teacher 
development as a continual process and says that teachers should 
continue to develop in all aspects of their profession such as 
awareness of their weaknesses and strengths, attitudes toward people 
around them, their knowledge, and skills. Lange (1990) considers 
teacher development a term which describes a process of continuous 
intellectual, experiential and attitudinal growth. Sithamparam and 
Dhamotharcin (1992) also describe teacher development as a continua] 
process and state that it is essential for teachers to continue to 
develop their professional skills. Thus, teachers should keep 
enhancing their abilities and should be ready to adopt and apply new 
techniques throughout their professional lives. The word 
development indicates a continual process. Because of continual 
changes in teaching, teacher development is not something that one 
finishes. It should last as long as one teaches.
Teacher development consists of such activities as 
participation in seminars, reading about teacher development, 
discussions with colleagues about experiences and problems 
encountered during teaching, and observation. Among these 
activities, observation is a very useful tool in providing teachers 
with feedback about their way of teaching, their strengths and 
weaknesses, cind their attitudes toward teaching. It is regarded as
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an important element in any teacher development program.
Observation
Observation has been variously described as "a fundamental 
tool" (Freeman, 1982, p. 21) in teacher development, "an 
occupational necessity" (Master, 1983, p. 497), and as "a dynamic 
process of systematic, intentional action that is amenable to 
conscious control, negotiation and strategic adjustment as it 
evolves" (Weade & Evertson, 1991, p. 38). The observers should know 
what they are looking for in the classroom, and how to look for it. 
If the observers focus on certai n aspects of a lesson, they observe 
consciously. Such a conscious observation is a planned observation, 
one which the observer and the teacher talk about beforehand.
Observation is a broad term which embraces a continuum of 
approaches ranging from observing for the purpose of evaluatinu to 
observing for the purpose of increasing self-awareness. Freeman 
(1982) discusses three approaches to observation: the supervisorv 
approach, the alternatives approach and the non-directive approach 
(pp. 21-28). In the supervisory approach, observers are the 
authority and have the role of a judge. They observe the class and 
comment on and evaluate the teacher's performance according to sotoe 
fixed criteria. In the alternatives approach, observers suggest 
possibilities of teaching to the teachers in a nonevaluative way, 
but do not show preference for any of the alternatives. In the 
third approach, the non-directive approach, observers first find out 
about the teachers' aims and thoughts about the class, and then 
describe what they understood from the teachers' comments on 
classroom happenings.
In a similar way, Gebhard (1990) discusses six models of 
supervision: directive supervision, alternative supervision, non-
directive supervisicsn, collalxDrative supervision, creative 
supervision, and self-help-explorative supervision (pp. lS7-16Fi'»,
In directive supervision (which Freeman calls the supervisoirY 
approach), the supervisors direct the teachers, encouraae the 
development of teaching behaviours, and at the end evaluate the 
teachers. In alternative supervision, the supervisors suggest some 
alternatives to the teachers, as in Freeman's model. In non­
directive supervision, observers are nonevaluative. The observers 
do not help the teachers to find solutions to their problems. The 
teachers talk about classroom happenings and the observers listen to 
what the teachers say. Then, the supervisors express their 
understanding of what the teachers said, allowing the teachers to 
think more carefully about the classroom happenings. In 
collaborative supervision, the supervisors and the teachers work 
together cuid make decisions about teaching. In the creative model 
of supervision, supervisors or teachers mix different aspects of 
different approaches in order to meet any needs that cannot be met 
by one model alone. Self-help-explorative sup>ervision is a kind of 
creative supervision derived from Fanselow's studies (1977a, 1981, 
1987b, 1988). In this model of supervision, the visiting teachers 
are not help>ers but other teachers who want to learn more about 
their own teaching and who recommend other teachers to do the sam»». 
The aim of this approach for both parties is to explore teaching 
through observation of their own and others' teaching in order to 
gain awareness as well as to generate alternative ways. In a recent 
article, Gebhard (1992) states that awareness is a way for tearhers 
to develop as professionals, to reflect on their teaching, and to 
see the connection between their teaching behaviours and their 
consequences.
Peer Observation
The self-help-explorative model described above is a model of 
peer observation. Observing otlier teachers offers observers the 
chance to reflect on their own way of teaching, allowing them to 
compare what they do with what others do. As Fanselow (cited in 
Gebhard, 1992) states, "Teachers see their own teaching in the 
teaching of others, cuid when teachers observe others to gain self- 
knowledge, they have the chance to construct and reconstruct their 
own knowledge" (p. 2).
Peer observation takes place between two colleagues and, 
ideally, involves no fear of evaluation. There should be a rapport 
between the observer and the observed teacher which enables them to 
freely discuss what happened in a lesson. The discussions after 
peer observation are usually in the form of possibilities. The aim 
of peer observation is, thus, to enable teachers to become aware of 
other possibilities in their teaching (Richards and Lockhart, 1992). 
Peer observation is also a useful tool in changing what. Maingay 
(1988) calls "ritual teaching behaviour, behaviour that is 
unthinking" (p. 119).
Since "observing 2ind being observed is an occupational 
necessity for language teachers" (Master, 1983, p. 497), and since 
teachers cc»nmonly have negative attitudes toward observation because 
they associate it with evaluation, it would be of great contribution 
to investigate the attitudes toward peer observation of teachers who 
have experienced it. Karadeniz Technical University, where T wort, 
does not have a teacher development program. Teachers at the 
Department of Foreign Languages at Karadeniz Technical University 
may be aware of the importance of teacher development and such 
aspects of observation as peer observation, but they may not have
5had opportunities to be involved in it, or, they may not be aware of 
its unique benefits. Therefore, I found it worth investigating the 
attitudes of teachers who have been exposed to peer observation as 
an aspect of teacher development.
Purpose of the Study
Due to present educational policies and pensonnel and financial 
problems, only some universities in Turkey have staff development 
programs. My university, Karadeniz Technical University in Trah?:on, 
Turkey, does not.
Karadeniz Technical University has two English language 
teaching programs: one for undergraduates and one for graduates. 
Although both programs are given importance by the administration of 
the university, the administration has not established a staff 
development program. Peer observation is an element of teacher 
development which could be implemented without an expenditure of too 
much time or money and which would not constitute a threat to the 
teachers. Because successful language teaching largely depends on 
the continual development of language teachers, foreign language 
departments should have teacher development programs. In order to 
provide more information on peer observation to my colleagues, I 
found it worth investigating teachers' attitudes toward peer 
observation. Therefore, in this study, I will try to find out the 
answer to the following question:
What are the attitudes of teachers toward peer observation 
before and after the experience?
CHAPTER 2 REVIEW OF THE LITERATURE
Tntrodnr’t'i.on
In the previous chapter, teacher development, its importance, 
observation, and how peer observation as an element of teacher 
development programs contributes to teacher development were 
outlined. This chapter provides a more in-depth discussion of these 
concepts.
Teacher Development
Research has shown that teaching is a continuouslv and 
frequently changing phenomenon, and that teacher development is 
something that teachers should be involved in throughotit their 
careers in order to keep up with changes and to improve themselves 
and their teaching (Finocchiaro, 1988; Freeman. 1982; I.ange, 1990; 
Main, 1985). There are various yet parallel definitions of teacher 
development.
Teacher development can be described as the growth of the 
abilities of teachers in teaching. Lanq.· 119901 says, "Te,acher 
development is a term used in the literature to describe a process 
of continual intellectual, experiential, and attitudinal growth of 
teachers. It suggests that teachers should continue to develop in 
the use, change, and application of their profession" (p. 250).
This definition indicates that teachers should not be bound to the 
patterns of teaching that they may have acquired somewhere in the 
early stages of their ccireers, and that they should always be in 
search of developing their .skills by using new techniques, changing 
their patterns of teaching, and applying new ideas that are 
neces.sary for effective teaching. In order to do this, teachers 
should feel the need for improvement. If they do not, they are not 
likely to improve themselves and their teaching. As the name
indicates, the subject of teacher development is the teacher, and 
teacher development activities such as classroom observations, 
workshops, and teachers' informal meetings are directed at improving 
the skills of the individual teacher. Freeman ('1982') , in a study on 
teacher development, claims that "teacher development focuses on the 
individual teacher— on the process of reflection, examination and 
change which leads to individual and professional growth" fp. 21). 
Through teacher development activities, teachers gain awareness of 
their teaching and start to think critically about what they do in 
the classroom, and why. For example, in an informal meeting of 
teachers, teachers may talk about a classroom event that took place 
in their classes. They reflect on the situation and investigate the 
possible causes of it. At the end of the discussion they may 
generate possibilities for how to deal with that event. Also Wood i9 
Lease (cited in McQuarrie & Wood, 1991) confirm that the focus of 
teacher development is on helping teachers become more effectiv*:“ in 
the classroom. Main (1985) uses staff development as an umbrella 
terra referring to all kinds of development. He quotes from the 
Association of Colleges of Further and Higher education (ACFHE/APC, 
1973) and comments that teacher development is the analysis of an 
individual teacher's performance, strengths and weaknesses. Through 
the analysis of a teacher's strengths and weaknesses, teacher 
development programs provide teachers with the opportunity to 
improve themselves and their skills in teaching. Growth in teachers 
means growth in teaching. Thus, as Main comments, teacher 
development has a triple contribution: to the teachers t.hem.sel ves. 
to the institution for which they work, and to the learners. In an 
article on .supervision, McQuarrie and Wood (1991) sav that 
development and evaluation, teacher development increases quality in
teaching and improves instmction. Wood at al., (cited in McQuarrie 
& Wood, 1991) see teacher development is a five-stacre process that 
increases new learning. The process they describe is called the 
B.Erj.M..TeachejJ)§velopment__^ The first stage is Readiness,
which stresses teachers' choice, comprehension and use of new 
behaviours. The second stage is Plannina. in which strateaies to be 
followed in an inservice teacher development program are determined 
by educational leaders to attain the planned developments that were 
determined in the first stage. The third stage is Training, in 
which plans for development are put into practice. The fourth stage 
is Implementation, the aim of which is to assure that instruction 
has become part of the professional behaviour of teachers and 
administrators in their work. The fifth and final stage is 
Maintenance, which aims at ensuring the continuity of the new 
behaviours acquired by the teacher. As the word deyelopment 
implies, teacher development is a continual process due to constant 
changes in the field of education. Therefore, it requires teachers 
to continue to develop throughout their careers. As Freeman 
defines it, "Teaching is a constantly evolving process of growth and 
change, and it is an expansion of skills and understanding" ''o, 7.2) 
From this definition we may infer that there is no fixed best way 
for teaching, and that people are always in search of more effective 
ways of teaching. This search causes the emergence of new teaching 
techniques and approaches to teaching that teachers are responsible 
for adjusting and applying to their own teaching situation. Main 
(1985) also considers teacher development an intentional and 
continuous process that entails the identification and discussion of 
present and future needs of teachers. Tn a field of continual 
change, teachers must cope with many aspects of growth. As
Finocchiaro (1988) puts it, teacher development is a continuing 
process. Teachers should grow throughout their lifetime in gaining 
awareness of their skills, in more positive attitudes toward people 
around them, in getting to know their stiïdenfs, and in their skills 
development. This broad definition involves all kinds of growth in 
the profession.
Brock (1981) discusses two types of teacher development: 
evaluation-based and nonevaluation-based. Kvaluatinn-based feacher 
development activities are of two types. In the first type, 
students evaluate the performance of teachers at the end of the 
semester. A different type of this kind of data collection is that 
students evaluate their teachers after a few weeks of instruction. 
This gives teachers instant feedback on their teaching, allowing 
them to adjust. The purpose of this kind of evaluation is to 
provide teachers with feedback from students on their teaching, 
which is valuable for improvement. Tn the second tyne of 
development activity, a teaching specialist and a teacher work 
together. During this cooperative work, the data collected through 
a variety of sources such as student evaluations, classroom 
observations, and videotapes of the teach*"^ r's performance are 
cinalyzed; to achieve the goals of improvement, the consultant and 
the teacher determine the activities and methods for the next data 
collection on the teacher*s performance; and in the follow-up 
discussions, the consultant and the teacher analyze the progress in 
achieving the goals. The first type consists of student evaluations 
only while the second type con.sists of student ratings, classroom 
obseirvations, and audio/video recordings. Evaluâtion-based teacher 
development activities aim at finding out the teacher’s strengths 
and weaknesses; therefore, they may be threatening for teachers.
Because nonevaluation-based teacher development activities are not 
evaluative in nature, they are not threatening for teachers. The 
most common nonevaluation-based teacher d-;;velopment activities are 
seminars. Seminars can be organized by the teaching faculty or by 
the person who is responsible for the implementation of the teacher 
development program. In this type of activity, teachers discuss the 
problems they face in teaching and the improvement of their teaching 
skills. Seminars allow teachers to benefit from the experiences of 
experienced teachers. The person who is responsible for the 
implementation of the teacher development program may inform 
teachers about innovations in teaching, organize informal meetings 
during which teachers discuss informally the issues of teaching, and 
provide teachers with audio/visual equipment for self-use. Through 
the use of audio/visual equipment, teachers may record themselves 
for self-improvement.
McNergney and Carrier (1981) claim that teacher development is 
a difficult issue. First of all, teacher educators, who "direct and 
facilitate" (Freeman, j99Û, p. 104) teacher development, are supposed 
to make decisions about the needs and capabilities of teachers. In 
making these decisions they encounter such issues as when teachers 
should be spoken to about changing their behaviours. The authors state 
that "teacher change iii personal and instructional behaviours is 
crucial if teachers are to become responsive to students and to fulfil 
their own aspirations. Nowhere may change be more important than in 
the profession of teaching" (p. 221). Another issue in teacher 
development, the authors state, is treating different teachers 
differently according to their levels of development. Making such 
distinctions between people may result in marking teachers as good or 
bad, causing frustration and discouragement. A third issue of teacher
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development, the authors continue, "is that of deciding if, and under 
what conditions, information about teacher needs and abilities is to be 
shared with teachers" (p. 222). For example, if teacher educators 
notice inadequacies of teachers, they must decide whether to speak to 
the teachers about that. The teacher educators should be careful when 
talking about the teachers' deficiencies because expressing one's 
thoughts about a teacher could be either beneficial or destructive for 
the teacher. If this is done carefully, the teachers have the 
opportunity to develop themselves.
As stated in the previous paragraphs, teacher development 
consists of different types of activities such as workshops, 
informal meetings, reading journals, supervision and observation.
The main theme of this study is observation. In the following 
paragraphs, observation will be examined in detail.
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Observation
Observation covers a broad spectrum of activities, the extremes 
of which are being obsei-ved for evaluative purposes and observing 
for purposes of gaining self-awareness. Supervision, which is 
included in observation, can be broad in focus but involves a non­
egalitarian relationship: a supervisor and someone who is being 
supervised. Hoy & Forsyth (cited in McQuarrie & Wood, 1991) define 
supervision as "the set of activities designed to improve the 
teaching-learning process" (p. 93). According to this definition, 
supervision consists of different activities which aim at improving 
teachers and students. McQuarrie & Wood (1991) claim that 
supervision helps teachers become more effective in the classroom by 
improving their skilLs, and it is facilitating and encouraging.
Also Broadbelt & Wall (cited in Erdem, 1993), state that supervision
12
helps teachers to improve their performance, as it is a process of 
observing and guiding what teachers do.
According to the literature, there are many reasons for 
observations. Williams (1989) claims that observation should give 
the teachers the chance to analyze what happens in the classroom, 
raise their awareness of what their students do, and develop their 
ability to evaluate their own teaching behaviour. Teachers should 
be awcire of the benefits and contribution of classroom observation 
to their own development. After the observation, the observers and 
the observed teachers may discuss what happened in the classroom. 
Such a discussion is an opportunity for the observed teachers to see 
whether or not they were effective in the classroom or accomplished 
the goals of that lesson. For example, while talking to the 
observers about the lesson after the observation, the observed 
teachers have the opportunity to evaluate their own behaviours in 
the classroom, to react to the interpretations of the observers, to 
justify what they did in the class and why, or to understand that 
they should consider making some changes in the behaviours they 
showed in the class. Thus, from the discussion between the 
observers and the observed teachers, tiie observed teachers learn 
techniques that they may have never used before and adapt them to 
their own teaching.
Observations can also be used for evaluation purposes.
According to Evertson Sl Holley (1981),
. . . observations can provide information that may not be 
acquired through other kinds of inquiry. . . .classroom 
observation gives us a view of the climate, rapport, 
interaction and functioning of the classroom available from no 
other source. Help in understanding and ultimately in 
improving instruction can come from seeing just how events 
take place in the classroom. As a means to this end, 
classroom observation is a useful tool in providing the most 
immediate form of contact with important events.
Maingay (1988) lists four reasons for observation. First, 
teachers are observed for pre-service training when they practice 
what they have learned, and after the observation they get feedback 
which tells them what they should do and what they should not do in 
particular situations. Second, teachers are observed for evaluation 
by an expert from within or from outside the institution for which 
the observed teacher is working. The subject of this kind of 
observation is the teacher's performance. Third, teachers are 
observed for developmental purposes in their classrooms or in an in- 
service course. The purpose of this kind of observation is to 
review what the teachers have learned on developing skills of self- 
evaluation rather than to learn new teaching skills. If the aim of 
observation is'development, the teacher may get less directive 
feedback than when the aim of observation is evaluation. For 
purposes of teacher development the feedback contains advice, 
suggestions, and exchange of ideas. Fourth, teachers are observed 
for observer development. The observers observe because they want 
to get new ideas or want an opportunity to reflect on teaching 
through watching other teachers teach. This usually happens among 
peer teachers. Although this happens rarely, it is highly 
recommended. In this situation, feedback, if there is any, is more 
informal and the observers reflect on their gain from the lesson.
In his cirticle, "Observing Teachers", Freeman (1982) discusses 
three approaches to observation: the supervisory approach, the 
alternatives approach, and the non-directive approach. Freeman 
claims that the supervisory approach is the most common kind of 
classroom observation, with the observers usually being supervisors 
or administrators. They observe the classes; afterwards, they talk 
to the teachers about what they have seen in the classroom. The
13
observers usually comment on the strengths and weaknesses of the
lesson and the teachers' performances according to some fixed
criteria. They may make suggestions for changes and improvements
for different aspects of classroom events, such as lesson pléui,
classroom management, or seating arrangements. This approach
assumes that the lesson should be taught in a particular way. For
excunple, after observing a lesson, the observers may tell the
teachers that the teachers should have presented the lesson in a way
that the observers think is better. This approach may have a
destructive effect if the observers emphasize only the wealcnesses of
the teachers without emphasizing positive aspects. This would not
provide development. In the alternatives approach, the observers'
main function is to suggest different alternatives to what happened
in the class. In alternatives supervision, the observers do not
advocate any particular alternative and are not judgemental. The
observers introduce alternatives to the teachers in a non-evaluative
v.-ay and encourage^ the teachers to think critically about their own
way of teaching. In order for this approach to be effective, the
observers should establish a rather informal atmosphere in which the
observed teachers éure not in a passive position, and are able to
express their thoughts on alternatives freely. The observers may
give the observed teachers some written comments. As Fanselow (in
press, cited in Gebhard 1990) puts it.
The aim is for the teachers to try alternative behaviours and 
to pay attention to the consequences, and if teachers are 
provided with the strategies that give them a way to understand 
the consequences of what they do, teachers can gradually rely 
on themselves to make teaching decisions (p. 159).
In the non-directive approach, the aim of the obsejrvers is to show
ways that the teachers can use for their own development. In this
approach, the observers' function is to create an encouraging
34
relationship with the teachers. The observers are not evaluative.
At the beginning, the observers learn what the teachers' experiences 
and aims are. To do this, the observers ask for background 
information. Their questions are not evaluative. After creating 
such an atmosphere in this way, the observers then move the 
discussion to the classroom events. During this stage, the teachers 
talk about classroom events and the observers listen to the observed 
teachers. In the second stage, the reflection stage, the observers 
describe their understanding of the teachers' comments on what, they 
saw in the class. The observers do not indicate differences or 
contradictions of the teachers' comments due to the fact that it may 
destroy the reliance between the observers and the observed 
teachers. This approach is a process of reflection and self- 
evaluation. The aim of this approach is to help the teachers to 
compare what happened in the class to their own goals. Tlie 
observers comment, ask questions and give suggestions. This 
approach i s  n e i th e r  e v c iu s t iv e  r,c; yj'ior.:r..^nta.l fFreer;·,an, 19F2).
In his article, "Models of Supervision: Choices", Gebhard 
(1990) discusses six models of supervision, some of which are 
parallel to Freeman's. Gebhard's models are: directive 
supervision, alternative supervision, non-directive supervision, 
collaborative supervision, creative supervision, and self-help- 
explorative supervision. In directive supervision, which Freeman 
calls the supervisory approach, the supervisors direct the teachers, 
model teaching behaviours, and at the end evaluate the teachers. 
Gebhard lists three issues with this type of supervision. The first 
issue is the supervisor's definition of good teaching. A specific 
way of teaching may seem good to the supervisor, but it may not meet 
the needs of the teachers and the students. Thus, as Gebhard
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states, what the supervisors think may not be good teaching. The 
second issue is the possible negative effects of this type of 
supervision because, as a result of directive supervision, the 
teachers may become defensive and lose self-esteem. The third issue 
is the responsibility for classroom events. A prescriptive approach 
may force teachers to do what the supervisors think they should do 
in the class. This gives the responsibility for decision mciking to 
the supervisors instead of giving it to the teachers. In 
alternative supervision, Gebhard shares the same ideas with Freeman. 
In Gebhard's non-directive approach, the supervisors aire not 
judgemental, as in Freeman's model, and the supervisors do not share 
responsibility. They do not find solutions to the problems that the 
teachers encounter in teaching. Instead, it is the teachers' task 
to find their own solutions. The supervisors only listen to the 
teachers and show an understanding of the problems. In the next 
model, collaborative supervision, the supervisors work with the 
teachers in solving problems and are active participants in the 
decision-making process. They do not direct the teachers. Cogan 
(cited in Gebhard, 1990) calls this "clinical supervision".
Creative supervision is based on De Bono's ideas (cited in Gebhard, 
1990) that "any particular way of looking at things is only one from 
among many other possible ways" (p. 163). According to Gebhard 
(1990), the creative model allows us to become creative in combining 
models or combining supervisory behaviours from different models, 
shifting supervisory responsibilities to others such as to the 
teacher being supervised or other teachers, and applying insights 
from other fields that are not present in the models above. If the 
model that is employed does not meet the requirements, supervisors 
or teachers may need a combination of different models. For
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example. Freeman (1982) advises the directive approach if teachers 
want to know what to teach; he advises the alternative approach if 
teachers want to know how to teach; and he advises the nondirective 
approach if teachers want to know why to teach. In shifting 
supervisory responsibilities to others, Zigairmi (cited in Gebhard, 
1990) recommends teacher centers. In a teacher center, teachers can 
exchange ideas and find answers to the questions they have in mind. 
Another way to move responsibility is by use of self-help- 
explorative supervision, which is an extension of creative 
supervision and emerged as a result of Fanselow's studies. Fanselow 
(1990) proposes a model which provides opportunities for both 
teachers and supervisors (or visiting teachers, as he calls them). 
Unlike in other models, the visiting teachers in this model are not 
helpers but other teachers who want to learn more about their own 
teaching and advise others to do the same. The purpose of this is 
for both the visiting and the visited teacher to explore teaching 
tiiTough observation of their own and others' '^iachinv to gain an 
awareness of teaching behaviours as well as to generate alternative 
ideas. This is the model for peer observation.
■ Although observation is an important tool for teacher 
development, some researchers report some drawbacks. Evertson & 
Holley (1981) claim that the first drawback is the selection of an 
aspect in the classroom to observe. Because there are many aspects 
of a lesson, the observer should focus on a very limited number of 
classroom happenings. This gives the observers more freedom and 
more time to focus on the events that they intended to observe. 
Another drawback, according to the authors, is that many things 
happen so quickly and are so complicated that they are difficult to 
observe. To overcome these problems, the observers should carefully
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chcxDse the aspects of the lesson to observe. In addition to these 
sorts of difficulties incurred by the observers. Master (1983) 
states that teachers find observation difficult because the presence 
of cui observer, usually an administrator, spoils the flow of the 
lesson. The teachers think that they and their way of teaching are 
being evaluated. With this in mind, they change their behaviour. 
Students also frequently lose attention euid beccHne anxious because 
the observer is observing them as well. According to Master, to 
overcome these problems, the observers should choose an agreed-upon 
time for observation, cind teachers should have enough time before 
the observation to develop a rapport with their classes. The 
observers should come before the lesson starts so that the teachers 
have a chance to talk to them to lower or overcome the anxiety.
Opinions about the aims of observation are similar. According 
to Williams (1989), "The aim of the visits is for the teacher and 
trainer to work together to solve classroom problems" (p. 86) . 
McQuarrif; .c Wooü n 991) describe the aim of observât;'!.: as "to help 
and support teachers as they adapt, adopt, and refine the 
instructional practices they are trying to implement in their 
classrooms" (p. 93). According to Cogan (cited in Gebhard, 1990), 
"Teaching is mostly a problem-solving process that requires a 
sharing of ideas between the teacher cuid the supervisor" (p. 159), 
Fanselow (1988) points out that the two ccanmon aims of observation, 
as the previous definitions indicate, are to evaluate and to help. 
However, he suggests a different definition of the aims of 
observation: "To explore, to see teaching differently, not to 
evaluate or help; the emphasis is on a process— visited and visiting 
teachers sharing ways of looking to discover self" (p. 113). This 
is peer observation.
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Peer Observation
In peer observation, colleagues observe each other teach in the 
classroom. The colleagues work together for the purpose of 
developing their skills and generating alternatives for dealing with 
issues that they encounter in teaching. The nature of peer 
observation is not evaluative. Because of its being nonevaluative 
in nature, teachers can non-threateningly be involved in it for 
self-development and for the development of their students.
According to Richards and Lockhcurt (1992), "Peer observation among 
the teaching faculty of a language program is often recommended as a 
means of improving teacher effectiveness and promoting staff 
development" (p. 7). Peer observation provides teachers with an 
opportunity to work together rather than to work alone. It is also 
an opportunity for teachers to learn and adapt different teaching 
behaviours resulting in their growth. In this sense, it produces 
change. It provides opportunities for teachers to do critical 
thinking about their own teaching and i.s a means for providing 
detailed information about student and teacher performance and about 
the nature of interaction in the class.
While Richards & Lockhart recommend peer observation for staff 
development and the promotion of teacher effectiveness, they also 
discuss some difficulties in the implementation of peer observation. 
They say that it may be difficult for teachers to be involved in 
peer observation because of time limits. In addition, teachers' 
reluctance to allow colleagues to observe them teach, probably for 
fear of being evaluated, is an obstacle to peer observation, as well 
as teachers not always seeing any gains from peer observation.
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Conclusion
Teachers usually start their careers with their own ways of 
teaching. As time passes, perhaps because of their heavy workload 
and lack of a teacher development program, they may not have 
opportunities to improve themselves. A teacher development progreun 
helps teachers to improve their teaching skills. If the teachers' 
workload is reduced to a reasonable level, they will have time to 
become involved in teacher development activities such as peer 
observation, seminars and the like. Peer observation is a means for 
teachers to learn new techniques and to adapt them to their own 
teaching. As part of a teacher development program, peer 
observation provides teachers with a simple way to learn more about 
their teaching and improve themselves as professionals. Peer 
observation is simple in the sense that it does not require much
time and money to be spent. Also, because peer observation is
intended to be nonevaluative in nature and thus non-threatening, it
may be accepted by teachers more easily. Although there is abundant 
research on observation, the research on peer observation is scant. 
Teachers should be well-informed about it.
Due to the lack of a teacher development program in my teaching 
situation, I decided to investigate attitudes of teachers toward 
peer observation before and after the experience. The results that 
I hope to obtain will be presented to the Department of Foreign 
Languages at Kcuradeniz Technical University for the purpose of 
raising awareness of opportvinities for teacher development.
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CHAPTER 3 METHODOLOGY 
Intrcxiuction
The pxirpose of this study is to find out the attitudes of 
language teachers before and after their exposure to peer 
observation. This chapter will present the subjects, the 
instruments that were employed in gathering the data, 6uid the 
procedure that was followed during the data gathering process.
Subjects
This study was conducted at Bilkent University cind Middle East 
Technical University. The total number of subjects was 29 (N = 29) . 
The subjects who participated in this study were 18 1993-94 MA TEFL 
students at Bilkent University and 11 1993 MA TEFL graduates. One 
of the 1993-94 MA TEFL students was not included in the study as he 
was a first year part-time student who has not yet taken the 
practicujTi course which provided the motivation for this study. The 
students in the 1993-94 MA TEFL program were all Turkish, and they 
all taught English at different universities in Turkey. Except for 
1, all of them had more than one year of teaching experience. Of 
the 18 1993-94 MA TEFL students, 15 were female and 3 were male. Of 
the 11 MA TEFL alumni who participated in this study, 9 were female 
and 2 were male. Three of the participating alumni were foreigners 
from Azerbayjan whose mother tongue is slightly different from 
Turkish. The rationale behind choosing alumni only frcxti last year 
was that they were ]uiown to have been exposed to peer observation.
It was not known which material the previous years' students had 
used. The 11 1993 alumni with known addresses were mailed the 
questionnaire and 8 returned them. All of the 1993-94 MA TEFL 
students returned the cjuestionnaires. Three local alumni were
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interviewed for the study. These 3 were not asked to complete a 
questionnaire.
Instruments
Two instruments were employed in this study: a questionnaire 
and an interview. The 18 1993-94 MA TEFL students and 8 1993 MA 
TEFL graduates completed questionnaires and 3 local alumni, randomly 
selected, were interviewed. The questionnaire that was employed in 
this study had two slightly different versions: one that was 
administered to the 1993-94 MA TEFL students (see Appendix A) and 
one that was administered to the 1993 MA TEFL graduates (see 
Appendix B). The questionnaire that was administered to the 1993-94 
MA TEFL students consisted of three parts: before the MA TEFL 
program, now (during the MA TEFL program), and after the MA TEFL 
program. The first part elicited information on teachers' 
faniiliarity with peer observation before they came to the MA TEFL 
program. This part consisted of five items, three of which req^iired 
the respondents to choose either ves or no. The remaining two items 
in this part were open-ended. The second part consisted of four 
items— one open-ended and three ves/no items— and elicited teachers' 
attitudes toward peer observation at the time they completed the 
questionnaire (during their MA TEFL program). The third part 
consisted of three items— two open-ended items and one ves/no item—  
that elicited teachers' attitudes toward future applications of peer 
observation in their home teaching situations. The total number of 
items in this questionnaire was twelve. The questionnaire that was 
administered to 1993 graduates consisted of two parts: before the 
MA TEFL program eind after the MA TEFL program. This questionnaire 
also had 12 items. Except for the 11th and 12th items, the items 
were the same in both questionnaires and sought the Scune
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information. The first part of the alxunni questionnaire was the 
same. The second peurt consisted of seven items, four ves/no items 
and three open-ended items. These items elicited the attitudes of 
teachers who had completed the MA TEFL Program. The answers to the 
questionnaire items were put in 4 tables (Chapter 4, Tables 1, 2, 3 
and 4) showing the respondents' past, present aind future attitudes 
towards peer observation. In these tables, the answers were 
presented as yes (Yes), conditionally yes (CY), positive (Pos.), 
conditionally positive (CP), both positive and negative (Both), 
negative (Neg.), no (No), and unanswered (Unans.). Items recjuiring 
yes/no answers were put in ves. conditionally ves. and ¡lo columns. 
Items requiring comments, ideas and attitudes were put in positive, 
conditionally positive and negative columns. Due to the fact that 
some items include a mixture of both positive and negative 
attitudes, a both category was added. Irrelevant answers— those not 
related to the topic— were considered as unanswered. The responses 
of students to all questionnaire items are presented in Appendix C, 
and the responses to questions 1 through 10 are summarized in 
Appendix D. In Appendix D, (+) stands for "yes" or "positive"; (-) 
stands for "no" or "negative"; (- +) stands for "both" or 
"conditionally yes" or "conditionally positive"; a blank stands for 
an unanswered or irrelevant answer.
In order to get more detailed information about peer 
observation, interviews (see Appendix E) were also conducted. The 
interview consisted of eight items: five ves/no items and three 
open-ended items. The interview items elicited similcir information 
to the items in the questionnaire: teachers' attitudes toward peer 
observation before the MA TEFL Progrcim and after the MA TEFL 
Program. Interviewees' einswers were transcribed eind are presented
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in Appendix F, and their responses to items 2 through 8 are 
summarized in Appendix G. A (+) stands for "yes” or "positive", and 
(-) stands for "no" or "negative".
Procedure
The questionnaire was prepared and piloted with 6 randomly 
chosen 1993-94 MA TEFL students. They were asked to answer the 
items in the questionnaire, to comment on the items, and to give 
suggestions for improvement. With the feedback obtained from these 
students, the items to be included in the questionnaire were 
determined and the final draft was prepared. The questionnaires 
were distributed to the 18 1993-94 MA TEFL students, who were asked 
to return them in one week. All of the questionnaires were 
returned. The questionnaire to be administered to the previous 
year's KA TEFL students was also finalized, though it was not 
piloted due to time constraints and not having enough subjects. The 
questionnaires were mailed to 11 of the 1993 MA TEFL graduates with 
known addresses together with stamped self-addressed envelopes. Of 
the 11 questionnaires mailed, 8 were returned.
Interviews were held with three 1993 MA TEFL graduates who were 
chosen randomly from among the local graduates. Of the three 
originally chosen, one asked to be excluded from the interview and 
be included in the questionnaire because of her busy schedule. She 
was substituted for another subject and was included in the 
questionnaire group. Appointments were arranged and interviews were 
held in local viniversity offices. All the interviews were held in 
English, and each took approximately 10 minutes. The interviews 
were tape recorded and then transcribed. In the next section, the 
data obtained through the two instruments is analyzed in detail.
24
CHAPTER 4 DATA ANALYSIS 
Introduction
This study was conducted with 18 1993-94 MA TEFL students and 
11 1993 MA TEFL graduates. The total number of paurticipants was 29 
(N = 29). Twenty-six of the participants were given questionnaires, 
and 3 of the participants were interviewed. The participants that 
were involved in this study were all teachers of English who taught 
English at different universities in Turkey or in the Turkish 
Republic of Northern Cyprus. With one exception, all of the 
participants had more than 1 year of teaching experience. The 
following paragraphs will present the results that were obtained 
through the questionnaires and interviews.
Data /'ii-ialysis
Two slightly different questionnaires— one for the 1993-94 MA 
TEFL students (see A.ppendix A), and one for the 1993 graduates (see 
Appendix B)— were used. The answers of both 1993-94 MA TEFL 
students and 1993 MA TEFL graduates to the first ten questions are 
displayed in a table (see  Appendix D). 'Then, the p e rc e n ta g e s  o f 
answers to fact questions (Questions 1, 2, 3) were put in a table 
(Table 1), and the percentages of answers to attitudinal questions 
(Questions 4, 5, 6, 7, 8, 9, 10) were put in three tables showing 
respondents' past attitudes (Table 2), present attitudes (Table 3), 
and future attitudes (Table 4). The 11th and the 12th items in both 
questionnaires were discussed separately and not put in a table.
The interview data (see Appendix F) were put in two different 
tables: factual responses (Table 5) and attitudinal responses (Table 
6). Answers to each item in both questionnaires and in the 
interviews are examined in detail in the following paragraphs.
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Questionnaire Results
The first three items in the questionnaire were about the 
respondents' (N = 26) past experiences with peer observation. These 
items were factual and aimed at finding teachers' actual knowledge 
about peer observation before they came to the MA TEFL pirogram. 
Respondents were asked to choose either ves or no. Table 1 shows 
the percentages to these questions.
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Table 1
Answers to Factual Items in the Questionnaire
Question Yes Ho
% %
1 58 42
2 77 23
3 85 15
Factual items. The answers to these three items showed that 
slightly more than half of the respondents (58%) had known about 
peer observation previous to the MA TEFL program. Over three 
quairters of the respondents (77%) had observed other teachers, cuid 
the majority of the respondents (85%) had been observed by other 
teachers. These results show that the majority had experienced some 
sort of observation before they came to the MA TEFL Program. 
Attitudinal items. Items 4 through 10 inquired about attitudes.
Item 4 and 5 were cibout respondents' past experiences (Table 2); 6,
7, 8 and 9 about the present (Table 3); item 10 about the future
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(Table 4). The tables were divided into eight columns in order to 
display different cinswers by the respondents: yes, conditionally 
yes, positive, conditionally positive, both, negative, no, and 
unanswered.
Table 2
Answers to Past Attitudinal Items in the Questionnaire
Q No Yes CY Pos. CP. Both Neg . No Unans.
% % % % % % % %
4 — — 50 — — 27 23
5 — — 35 — 4 46 15
Note. Q No = question number; Yes = yes to yes/no questions;
CY = conditionally Yes to yes/no questions; Pos. = positive 
attitudes to open-ended questions; CP = conditionally positive 
attitudes to open-ended questions; Both = negative and positive 
attitudes; Neg. = negative attitudes to open-ended questions; No = 
negative answers to yes/no questions; Unans. = unanswered.
Item 4 elicited respondents' knowledge about peer observation 
before the MA TEFL Program. Fifty percent expressed positive 
attitudes about what they had heard about peer observation before 
the MA TEFL Program; 27% expressed negative attitudes; 23% of the 
respondents either did not answer this item, said that they had not 
known anything about peer observation, or gave irrelevant cinswers. 
Those who expressed positive thoughts on peer observation thought it 
to be a useful activity. For example, one stated that "both the 
observer and the observed teacher could benefit from it". Another
stated, "I loiew that peer observation helped teachers— experienced 
or inexperienced— to see different teaching situations from a 
different perspective". Those who expressed negative thoughts 
usually thought peer observation to be evaluation or judgement. For 
example, one expressed, "I thought that peer observation was done by 
supervisors or by someone else from the administration to only 
evaluate the performance of new or inexperienced teachers" and that 
"the only word that could be used was judgement".
Item 5 elicited the respondents' feelings toward peer 
observation in the past. Thirty-five percent of the respondents 
expressed positive feelings. For example, one said that "getting 
suggestions or comments from other teachers helps one overcome 
problems and see positive sides of teaching. It is very helpful for 
teachers". Another said, "It was a quite easy way to get 
experienced in a short time". The majority of the respondents (46%) 
expressed negative feelings. One said, "I felt embarrassed because 
I knew I was going to be criticized". Another said, "It made me 
nervous and uncomfortable. I found it useless and invalid for 
evaluating others as observées perform worse or better than they 
actually do". One respondent stated both negative and positive 
feelings. He said, "When peer observation was followed by informal 
discussions, it helped improvement. One negative factor was 
psychological one." Therefore, there were more negative than 
positive feelings about peer observation before the subjects entered 
the MA TEFL Program. Many of the respondents thought that peer 
observation was criticism or evaluation. This indicates lack of 
knowledge about peer observation.
Items 6 - 9 of the questionnaire (Table 3) relate to responses 
to peer observation at present.
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Table 3
Answers to Present Attitudinal Items in the Questionnaire
Q No Yes CY Pos. CP. Both Neg. No Unans. 
% % %  % % %  % %
6
7
8 
9
88 8 
62 31
85 15
85 8
Item 6 elicited the respondents' present feelings toward peer 
observation. One notices a remarkable change in the respondents' 
feelings about peer observation when compared with Item 5— past 
feelings towards peer observation. Eighty-five percent of the 
respondents had positive feelings toward peer observation after they 
were exposed to it cind learned what it was. For example, one stated 
that "it was boring at the beginning. After being observed for a 
while I got accustomed to it. Being observed and getting enough 
feedback are really very helpful". The other said, "It is something 
worth doing. Now that we know how to observe, it would be 
beneficial". Only 2 respondents (8%) stated that they had negative 
feelings. One said, "I benefited from peer observation, but if I am 
eisked to be observed once more, I would say no because it is 
difficult to change personality". The other said, "Now I have very 
negative feelings about peer observation. It is because of the 
teachers I observed last year. Observing a teacher who does not 
want to be observed was very difficult. I did not learn anything". 
One respondent stated conditionally positive feelings. He/she
stated, "It depends on others' thoughts— on whether they were 
evaluative or nonevaluative". These results indicate that if 
teachers know what peer observation is, they have positive attitudes 
toward it.
Item 7 asked the respondents whether peer observation is a 
means for promoting teacher effectiveness and staff development.
The majority of the respondents (88%) said yes. For example, one 
respondent said, "After peer observation, one's strengths and 
wealoiesses can be determined and wealoiesses overcome". Another 
said, "It makes teachers become aware of their strengths and 
weaknesses". This clearly shows that the respondents supported peer 
observation as a means for improving teacher effectiveness and 
promoting staff development. One respondent said both ves and i^.
He stated that "peer observation is a means for the observer to 
improve, but is not a meams for the observed teacher because 
observers observe only and do not give feedback". Two of the 
respondents said conditionally yes, meaning that they said yes or 
had positive feelings but with some conditions. For example, one 
respondent said that "peer observation can be effective if teachers 
are sure that it is mutually beneficial and it will not affect them 
negatively". Another stated that "it can be helpful if it is well- 
planned". These answers indicate that teachers who learned what 
peer observation was believed that peer observation helped teachers 
develop. However, there seem to still be misconceptions about peer 
observation. For example, one respondent said that if teachers were 
sure that it was mutually beneficial and it would not affect them 
negatively, then peer observation could be effective. If teachers 
do not see peer observation as beneficial and if they see it as an 
evaluation of their teaching, then, it is not peer observation.
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Item 8 asked whether teachers should observe each other.
Sixty-two percent of the respondents said yes. One respondent 
stated, "The more we observe, the more we learn should be our ideal. 
It makes us think globally. Sharing ideas with colleagues always 
gives us an opportunity to think from different perspectives cuid to 
see different alternatives that help self-development". Another 
respondent said that "we can be richer if we share what we have". 
Thirty-one percent of the respondents said conditionally yes. This 
means that in order to observe or to be observed, they require some 
conditions. For example, one respondent said yes "only if both are 
willing". Another respondent said, "Yes, but the observer should 
not tend to be an authority on the observed teacher". Although the 
majority stated positive thoughts, some of the answers, such as the 
previous one, indicate that some still are unclear about what peer 
observation really is. Because peer observation takes place between 
two equals— colleagries who have close relationships— this answer 
indicates that the respondent still has some misconceptions about 
F'eer observation.
Item 9 was about awareness. Eighty-five percent of the 
respondents said that they believed peer observation was a means for 
teachers to gain awareness. For example, one respondent stated, "We 
sometimes are not aware of what is happening in the classroom. Peer 
observation makes one see what he is doing in the classroom".
Another stated, "It makes you see how effective different methods 
are, realize the importance of the needs of the students and the 
possibility of exploiting materials accordingly". Fifteen percent 
of the respondents said conditionally yes. For example, one 
respondent said, "teachers can become more aware if they know what 
peer observation is". Another said, "teachers can become more aware
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through peer observation if it is done with audio/visual aids".
Item 10 sought the respondents' reactions toward peer 
observation as part of their home teaching situation. Sixty-two 
percent of the respondents reacted positively. Two respondents 
stated contradictory opinions. For example, one said, "If it is a 
crowded institution, peer observation will not be possible" whereas 
another said, "Since we have a crowded staff, I believe in the 
importance of sharing ideas through peer observation". These 
contradictory responses may indicate the lack of knowledge about 
peer observation. Peer observation can be implemented in any 
institution; a crowded staff does not affect its implementation. Two 
respondents (8%) reacted negatively to this question. One said, 
"Although I believe peer observation is useful, it is difficult to 
persuade other teachers that it is not an evaluation". The other 
stated that "peer observation already exists in my teaching 
situation but it is formal and serves more the purpose of evaluation 
than that of learning something new and improving the teaching". 
Twenty-three percent liad conditionally positive reactions. For 
example, one respondent said, "I will welcome observers if they give 
m e ‘clear-cut written feedback". Another said, "I would like to take 
part in peer observation if I am allowed to choose the teachers who 
will observe me and the teachers who I will observe". The results 
indicate that teachers would be in favour of peer observation as 
pairt of their teaching situation. Although most respondents 
revealed positive reactions, the answers continue to indicate 
misconceptions about peer observation.
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Table 4
Q No Yes
%
CY
%
Pos.
%
CP.
%
Both
%
Neg.
%
No
%
Unans.
%
10 — — 62 23 — 8 — 8
Items 11 and 12 differed on the questionnaires due to the 
differing situations of the 1993-94 MA TEFL students and 1993 MA 
TEFL graduates. Both versions of Item 11 are discussed first, 
followed by Item 12.
Item 11 on the 1993-94 MA TEFL students' questionnaire elicited 
the conditions that the respondents recfuired in order to participate 
in peer observation in their home teaching situations. The majority 
of the respondents put some conditions on participating in peer 
observation. For example, one respondent said, "If all teaching 
staff are given workshops on what peer observation is. what its 
benefits are, and what its real meaning is". Another said, "If a 
serious prepciration is provided, and if all teachers believe that 
the aim is not evaluation of each other's teaching, and if 
observation is well-oirgcinized". It can be seen from the responses 
that respondents' colleagues do not ]uiow about peer observation and 
that respondents are aware of the need to educate about the meaning 
of peer observation in order for it to be effective.
Item 11 on the 1993 graduates' questionnaire asked whether they 
had researched the possibility of creating peer observation at their 
home teaching situation. Of the 7 answering respondents, one said, 
"As inuch as possible"; another said, "It was on our agenda". The
other respondents said that they had not. The respondents who said 
they had not stated some problems they might encounter in 
implementing peer observation. One problem was the lack of free 
time. Teachers were very busy in preparing lessons. Another was 
the lack of knowledge of their colleagues on peer observation.
Item 12 on the 1993-94 MA TEFL students' cpaestionnaire asked 
whether they believed it would be possible to make peer observation 
a regular element of their home teaching situation. The answers 
indicate that the respondents believed it would be difficult. Seven 
of the respondents said that it was possible to make peer 
observation a regular element in their teaching situations whereas 9 
respondents stated that it was not possible. One respondent said,
"It is not very practical. Teaching hours may not match with the 
observer and the observee". Another stated, "I don't think so. 
Because teachers are overworked at our school, they would think of 
it as a burden". This item revealed that lack of free time is an 
obstacle to peer observation.
Item 12 on the 1993 graduates' questionnaire asked the 
conditions that the respondents required for peer observation to be 
possible in their teaching situation. Three respondents stated 
positive thoughts. One said, "It is possible in any institution". 
Another said, "The more my colleagues believe that peer observation 
is a task not a test, the more it will be possible". One respondent 
stated conditionally positive thoughts by saying that "peer 
observation would be possible if we could establish a friendly, 
creative atmosphere, and if colleagues got to know each other 
closer". Two of the respondents stated that it would be difficult 
or impossible, one stating, "Difficult, almost impossible. 
Practically it is_ impossible mainly because of the hours of
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teaching. Partly because teachers are very busy with materials 
production". These results also indicate that lack of time is the 
greatest constraint that teachers face.
Interview Resulls
In the following paragraphs the data obtained through the 
interviews are presented. Table 5 shows the answers to the factual 
questions (Items 2 and 6), and Table 6 shows the answers to the 
attitudinal questions (items 3, 4, 5, 7 and 8). Results of item 1 
do not appear in a table due to the nature of the question. In 
these tcibles, the number of respondents is given rather than 
percentages since there were only three. The answers to Item 1 are 
presented first, to factual questions second, and to attitudinal 
questions third.
Item 1 asked the respondents to comment on the role of peer 
observation in teacher development. All respondents stated that 
peer observation contributes to teacher development. For example, 
one respondent said, "I believe it can bring new dimensions to a 
teacher. Seeing other teachers dealing with things differently from 
his/her own way of teaching may just bring that person another poi nt 
of view in teaching. . . . "  Another stated, "Tlie main role of peer 
observation and observation is teacher development. . . . "  These 
results indicate that the interviewees believe that peer observation 
contributes to teacher development.
Item 2 and 6 in the interview (see Table 5) were factual ones. 
Item 2 elicited the respondents' knowledge about peer observation 
before they came to the MA TEFL Program. Item 6 elicited whether 
they took part in peer observation after their graduation from the 
MA TEFL Program.
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Answers to Factual Items in the Interview
Table 5
Question Yes No
2 1 2
6 3 —
Only one respondent said that she had been familiar with peer 
observation. The other two stated that they had not been familiar 
with peer observation in the sense that they had experienced it in 
the MA TEFL Program. It may be understood from the answers that two 
of the respondents had practised some kind of observation, while one 
respondent had had experience with peer observation.
Item 6 asked the respondents whether they had taken part in 
peer observation since graduation from the MA TEFL Program. All of 
the respondents said they had. Two stated that they had been 
observed by MA TEFL students. The other stated that she had done 
peer observations and had started to videotape them.
Item 3 (see Table 6) elicited respondents' feelings about peer 
observation before they came to the MA TEFL Program. One respondent 
stated that she had been teaching for 17 years and had always been 
fond of peer observation. Another stated that she had not felt 
uncomfortable with peer observation because she had known what peer 
observation was. Another expressed that she had felt uncomfortable 
to some extent. She stated that it was not because of peer 
observation but because of a heavy workload.
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Taile 6
Answers to the Attitudinal Items in the Interview
Question Yes Positive No Negative
3 —  2 —  1
4 2 —  1 —
5 —  3
7 3 —
8 3 —
Item 4 elicited whether the respondents had wanted to 
participate in peer observation before they came to the MA TEFL 
Program. One respondent expressed that she had always volunteered 
for peer observation. The other two talked about the observation 
for evaluation. One said that she had felt uncomfortable because 
she did not know the criteria. The other stated that she never 
rejected being observed when she was asked. Responses show that 
teachers wanted to participate in peer observation. However, one 
resppndent still has some confusion about peer observation.
Item 5 elicited the respondents thoughts about peer observation 
now. All the respondents expressed positive thoughts about peer 
observation after they had practised it the MA TEFL program. For 
example, one stated, "I tried to persuade my colleagues and the 
department to start peer observation by video recording". Another 
stated, "Especially after practicum in the MA TEFL Program, I feel 
it is necessary for teachers not only when they start teaching . . . 
but also throughout their teaching". Another said, "Throughout 
peer observation I had some general views of teaching". All 
respondents stated positive thoughts about peer observation.
Item 7 asked about participating in peer observation in their 
home teaching situation now. All the respondents stated that 
teachers should take part in peer observation. One said, "Yes, 
sure, definitely. But everybody should see the importance of it or 
how it helps". Another respondent said, "Yes, I think they should 
observe each other. We should have real peer observation". The 
other respondent said, "Yes, I think it should be a part of their 
program". Tlie respondents considered that peer observation is 
something that teachers should take part in.
Item 8 asked whether peer observation should be an 
institutional requirement. All respondents agreed that peer 
observation should be an institutional requirement. For example, 
one respondent stated, "Yes, I think it should be an institutional 
requirement. Because if you do not make it a requirement, most of 
the teachers wouldn't care". Another respondent said, "I think it 
should be. It should be a requirement to some extent so that people 
may have a chance to see whether it is useful or not". Another 
said, "I wouldn't say no to that because I think that the· idea that 
some people will come to your class and just observe you makes 
people study harder". The respondents believe that peer observation 
should be an institutional requirement.
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CHAPTER 5 DISCUSSION OF THE FINDINGS 
Int.roduction
In the previous chapter, the data that were collected through 
two different instruments were presented. This chapter will include 
interpretation of data and recommendations.
Interpretation of Findings
Survey results obtained through two different data sources 
indicate that the majority of respondents believe that peer 
observation is useful in teacher development. Although the results 
are positive, many respondents feel it would be difficult to 
incorporate peer observation into their teaching situation either 
because teachers do not know what it is, considering it an 
evaluation of their personality and teaching, or they have very busy 
schedules.
The reason why so many respondents mentioned unfamiliarity with 
peer observation might be because it is a relatively new concept for 
many teachers. Another possibility is the lack of distinction, 
apparent even in the literature, between observation and evaluation. 
Lee (1991) claims that observation of teachers by administrators and 
supervision are considered synonymous today. Freeman claims that 
the supervisory approach is the most common kind of classroom 
observation, with the observers usually being supervisors or 
administrators. Thus, both Lee (1991) and Freeman (1982) indicate 
that administrators "observe". In fact, administrators are 
generally in the classroom to evaluate or help, or both. The 
findings show that even teachers who had experienced peer 
observation were not always clear about the non-evaluative nature of 
peer observation. Even answers of those subjects who said that they 
were familiar with peer observation sometimes indicate this. For
39
example, a respondent stated that he had been familiar with peer 
observation but he had found it irritating and threatening. Given 
the nature of the teaching profession, it is easy to understand that 
teachers associate the presence of a classroom observer with 
evaluation. The lack of sufficient experience with peer observation 
may leave teachers with preconceived notions about it. For fear of 
being evaluated, teachers therefore show reluctance to participate 
in peer observation. In line with this is the finding that the 
respondents think teachers who do not know what peer observation is 
should be trained in peer observation. They believe that if 
teachers are informed about peer observation, they may volunteer to 
take part in it. It can be said that although some respondents said 
that they were not familiar with peer observation, they were 
familiar with some kind of observation. Results indicate that if 
teachers know clearly what peer observation is, they are much more 
likely to accept it as a useful activity for their own development.
As for peer observation as a part of their teaching situation, only 
two of the respondents reacted negatively. Those who reacted 
negatively stated that it is difficult to convince other teachers 
that peer observation is not evaluation. This shows that teachers 
need to be informed about peer observation. Although observation 
already exists in some institutions, it is of an evaluative nature 
so it is not peer observation. When evaluation is the aim of 
observation, people usually show reluctance.
Another reason that the respondents expressed for having 
negative reactions in the implementation of peer observation was 
busy schedules. From the answers it may be concluded that lack of 
knowledge and a time limitation are important factors that may 
hinder from becoming involved in peer observation. Clearly, the
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respondents in this study believe that peer observation is necessary 
for language teachers and that peer observation contributes to their 
development.
Recommendations
In order to eliminate problems arising from the lack of 
knowledge about peer observation and time constraints, language 
departments should institute workshops and free up teachers to 
attend them. Workshops are a useful means for teachers to learn 
more about peer observation. Practice in peer observation should be 
part of these workshops. Without practice, teachers may not clearly 
learn what peer observation really is. Teachers' misconceptions 
about peer observation can be overcome through workshops and 
practice. In order for teachers to perform such activities, they 
need support from their departments. Time should be made available 
to them, perhaps in the form of reducing their hours or other 
obligations.
Because of the lack of a teacher development program, the 
teachers at my depcirtment may not have enough knowledge about peer 
observation. The department should employ such activities as the 
aforementioned workshops as well as informal meetings to raise 
awareness of teachers about peer observation.
Another source of information about peer observation in 
particular and teacher development in general is EFL conferences. 
These conferences, which are held throughout the year at many sites 
in Turkey, are excellent opportunities for teachers to come in 
contact with teachers from all over the country to discuss issues of 
mutual concern. Language departments should encourage their 
teaching staffs to attend these conferences.
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This study aimed at finding out the attitudes of language 
teachers toward peer observation before and after the experience.
The results indicated that peer observation was considered by the 
teachers who were exposed to it as an important activity in teacher 
development and in the improvement of teaching and learning. Except 
for those who had practised observation or peer observation in 
teacher development programs in their teaching situations, teachers 
usually had not known about peer observation before they came to the 
MA TEFL Program. Another finding is that even though they had 
practised peer observation in the MA TEFL Program, some teachers 
still have some misconceptions about it. Finally, because of time 
limitations resulting from heavy schedules and negative associations 
of observation with evaluation, there still tends to be a reluctance 
to get involved in peer observation. Thus, in order for peer 
observation to become more widely practised and part of the 
curriculum, teachers should be informed about it so that they become 
aware that peer observation is not an evaluation, but is rather 
something constructive and creative that contributes to their 
growth.
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Conclusions
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Questionnaire Administered to the 1993-94 MA TEFL Students 
PART 1. Before the MA TEFL Program
1. Were you familiar with peer observation before you came 
to the MA TEFL program?
Y [ ] N r 1
2. Had you ever observed other teachers?
Y [ ] N [ ]
3. Had you ever been observed by other teachers?
Y i; 1 N [ I
4. What did you know about peer observation?
5. How did you feel about peer observation?
PART 2. Now (during the MA TEFL Program)
6. How do you feel about peer observation now?
7. Do you think that peer observation is a means for 
improving teacher effectiveness and promoting staff 
development? Why or why not?
8. Do you believe that teachers should observe each other?
Why or why not?
9. -Do you think teachers can become more aware of what
they are doing and why through peer observation? How?
PART 3. After the MA TEFL Program
10. How would you react to peer observation as a part of 
your home teaching situation?
11. Under what conditions would you participate in peer 
observation at your home teaching situation?
12. Do you believe it would be possible to make peer 
observation a regular element of your home teaching 
situation? Why or why not?
APPENDIX A
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Questionnaire Administered to the 1993 MA TEFL Graduates 
PART 1. Before the MA TEFL Program
1. Were you familiar with peer observation before you came 
to the MA TEFL program?
Y [ I N [ !
2. Had you ever observed other teachers?
Y [ 1 N [ ]
3. Had you ever been observed by other teachers?
Y [ ] N [ 1
4. What did you know about peer observation?
5. How did you feel about peer observation?
6. How do you feel about peer observation now?
7. Do you think that peer observation is a means for 
improving teacher effectiveness and promoting staff 
development? Why or why not?
8. Do you believe that teachers should observe each other?
Why or why not?
9. Do you think teachers can become more aware of what 
they are doing and why through peer observation? How?
APPENDIX B
PART 2. After the MA TEFL Program
10. How would you react to peer observation as a part of 
your home teaching situation?
11. Have you researched the possibility of creating peer 
observation at your university?
12. Under what conditions would peer observation be 
possible in your teaching situation?
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Answers to Questionnaire Items
Q4: What did you know about peer observation (before you came 
to the MA TEFL Program)? The following are the answers to the 
questions given by the subjects:
"I thought peers observe to criticize"; "I was not familiar 
with a la Fanselow way of non-judgemental observation before MA 
TEFL"; "I thought it was a kind of evaluation of one's teaching.
It seemed to be a criticism of teachers and their teaching"; "I 
thought peer observation was done by supervisors or by someone else 
from the administration to only evaluate the performance of new or 
inexperienced teachers"; "All I knew was that peer observation 
caused frustration"; "Observing other teachers (generally by lead 
teachers) to evaluate"; "The only word that could be used was 
'judgement'"; "Both the observer and the observed teacher could 
benefit from it. Also, by doing so, one could have an expanded bag 
of ideas to take into the classroom"; "Observing other teachers 
teach. Teachers come together, give suggestions and feedback, 
discuss the focus. It is also helpful for evaluating each other"; 
"To.observe a class and give feedback about the lesson"; "In my 
methodology classes, we had practice teaching when I was a senior 
student. I observed and was observed"; "I participated in several 
summer schools of TESOL and read about it-"; "A colleague comes to 
your class. After the lesson, he may comment on the class or on the 
teacher"; "I knew that peer observation helped teachers—  
experienced or inexperienced— to see different teaching situations 
from a different perspective"; "You can observe experienced 
teachers to learn how to teach; you are observed so that the school 
directors decide whether or not you can teach"; "I did not read
APPENDIX C
much about it, but it was compulsory in my home teaching situation.
At least once a month we observed and were observed. After the 
observation we wrote down comments"; "Not much. Teachers observe 
each other's classes and have discussions on it"; "I always thought 
it to be very helpful and necessary in our profession"; "I 
experienced peer observation in Turco-British Association. The 
purpose was to help new teachers to be familiar with teaching 
context"; "At my home teaching situation, peer observation was 
considered very important. It was part of our curriculum. We kept 
journals, and observations were followed by discussions";
Q5: How did you feel about peer observation (before you came 
to the MA TEFL Program)?
"I was not thrilled by the idea. Because of our heavy work 
load, peer observation was something extra to do"; "I felt 
embarrassed, because I knew I was going to be criticized"; "I felt 
uneasy and upset about the idea of being observed"; "I was not 
comfortable with the idea. Most people do not like being evaluated 
by others"; "It made me nervous and uncomfortable. I found it 
useless and invalid for evaluating others as observées perform worse 
or" better than they actually do"; "Irritating, threatening"; "T 
felt nervous and panicky"; "I did not particularly enjoy it. I felt 
nervous"; "Not well"; "I realized its necessity, but I also knew 
that it was rather formal and it should have been done on another 
level"; "A little bit irritating"; "How could they criticize me.
The judge was there again"; "It had both positive and negative 
sides. When peer observation was followed by informal discussions, 
it helped improvement. One negative factor was psychological one"; 
"Not very comfortable at the beginning, but later I saw its 
benefit"; "Getting suggestions or comments from other teachers
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helps one overcome problems and see positive sides of teaching. It 
is very helpful for teachers"; "It was quite easy a way to get 
experienced in a short time. You have a lot of opportunities to 
learn new ways of teaching"; "I thought it was a way of in-service 
training for new graduates"; "It seemed frightening at first. Then 
I got used to it"; "A good opportunity to share ideas with other 
teachers"; "I was positive about it because I had learnt a lot with 
the help of peer observation when I was a student"; "I felt quite 
OK with it although I got excited while being observed. I tried to 
be my usual self"; "It was beneficial. It was good to know you 
were contributing to the functioning of the institution. II. created 
a close relationship among teachers"; The majority of the 
respondents (46%) expressed negative feelings and they said that 
they felt uncomfortable or nervous. One respondent stated both 
negative and positive feelings. He said that "when peer 
observation was followed by informal discussions, it helped 
improvement. One negative factor was psychological one."
Q6: How do you feel about peer observation now?
"I feel much better. If I know the observer is to evaluate me,
I would not like it. If I know he comes to share ideas, I would noi­
re ject it. It depends on others' thoughts on peer observation";
"It was boring at the beginning. After being observed for a while I 
accustomed, to it. Being observed and getting enough feedback are 
really very helpful"; "Not very comfortcible at the beginning, but 
now I see it is OK"; "Nothing wrong with peer observation. Now I 
am able to see my weaknesses and strengths through peer 
observation"; "It is very helpful to the teachers since you get 
feedback from others"; "Quite easy to gain experience in a short 
time. You have a lot of opportunities to learn new ways of
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teaching"; "It is something worth doing. Now that we know how to 
observe, it would be beneficial"; "I am comfortable because I know 
I am a teacher"; "I feel very comfortable. It is very beneficial 
to my teaching"; "I think it is a way of in-service training for 
new teachers"; "I changed my mind. Now I think it is beneficial 
for both the observer and the observed teacher"; "I believe that it 
is useful. Observing and observed teachers should know the 
rationale behind peer observation"; "I am not negative about it as 
I was before"; "At first it irritated me, but now I feel it is 
beneficial if you are objective"; "Now I think it is a must for 
improvement and effectiveness of both teaching and learning"; "A 
useful activity any teacher should do"; "Better. Especially after 
reading Fanselow"; " I realize now that peer observation should not 
be for evaluation but for learning something new from your peers.
It must not be judgemental. If it is not judgemental, teachers are 
more relaxed and cooperative"; "It really provides a good source in 
teaching. Teachers are able to improve their skills. Since peers 
observe each other, it does not put stress on teachers"; "If I know 
why observers are in the classroom, I feel relaxed. I try to help 
as much as I can since, now, I know how beneficial it can be"; "T 
am very positive about it now. I learned a lot through peer 
observation"; "To be enlightened, sharing ideas, learning how to be 
objective, develop ourselves, encouraging and directing teachers to 
use different activities that help teaching, helps how to organize 
ourselves cind our syllabuses"; "It would be of great help."
Q7: Do you think that peer observation is a means for 
improving teacher effectiveness and promoting staff development?
Why or why not?
"For the observer, yes, because peer observation makes us
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familiar with others' styles. For the observed teacher no, because 
observers give no real feedback"; "It could be helpful if it was 
well-planned. If teachers do not see the logic behind it and if 
they do not believe in it, it may not work"; "It may be. It 
depends on the atmosphere there. If teachers are sure that it is 
mutually beneficial and it will not affect them negatively, then it 
could be effective"; "Yes. After peer observation, one's strengths 
and weaknesses can be determined and weaknesses overcome"; "Yes, 
but not on its own. It has to be carried out along with other 
teacher development activities"; "Yes, because it makes teachers 
become aware of strengths and weaknesses. It provides change and 
makes teachers more effective in the classroom"; "Yes, because in 
order to improve teaching we need some other ideas"; "Yes. You. can 
see how others teach. You can adapt others' teaching, you improve 
yourself"; "Yes. Peer observation can be effective if it is 
organized properly. Having a chance to see alternatives contributes 
to your teaching"; "Yes, because it provides input to the observer 
as well as to the observed teacher"; "Yes, I believe in it. I 
think it helps to see different teaching styles and methods and make 
use of them"; "Yes, I feel that it helps but I do not think it is 
the. means for improving teacher effectiveness"; "Yes. Exchange of 
ideas enlightens teachers. A teacher may not judge whether or not 
his way of teaching is appropriate"; "Yes. Through peer 
observation teachers can explore each other's teaching and see what 
works and what does not work. Teachers cannot see their strengths 
and weaknesses. Observation provides this"; "Yes. It increases 
the interaction among teaching staff"; "Yes. It provides teachers 
with the opportunity of sharing ideas and experiences. For the 
observer, it provides many new ideas and alternatives"; " Yes.
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Through peer observation, everything can be discussed among 
teachers. As a result, all good things can be used by all 
teachers"; "Yes. Any teacher has something to share with others"; 
"Yes, because you have always something to learn and to teach";
"Yes. Teachers share ideas after the observation. It is a means of 
interaction"; "Yes, it is, because you see yourself through other 
teachers' eyes. As for promoting staff development, il: depends. Tn 
my home teaching situation, peer observation is used for in-service 
teacher training"; "Yes, in some ways. If the teacher trainer 
selects the teachers to be observed very well, yes. Observing 
inefficient teachers can also teach what not to do"; "Yes, because 
peer observation and peer discussion help you see your own teaching, 
notice your drawbacks and modify your classroom behaviour"; "Yes. 
Peer observation lets participants share experiences. We see what 
points to improve. It can be used for staff development as well as 
self-development. If it has an aim, it is the best way to improve 
ourselves"; "Yes. Teachers can use peer observation in their self- 
appraisal/évaluâtion on a reciprocal basis. It could also be 
carried out as part of an institutional self-study/évaluâtion 
process for improvement purposes"; "Yes^ The observer has a chance 
to compare. While compatring, he can reveal both negative and 
positive sides of his work. Second, it will be a form of self- 
assessment for the observed teacher";
Q8: Do you believe that teachers should observe each other?
Why or why not?
"No. Rather, teachers should observe other classes. This 
could take them beyond impressions to a more objective view on what 
happens in the classroom"; "Yes, especially in the beginning of 
their careers, but the frequency should be adjusted well"; "Yes,
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but on condition that the observer should not tend to be an 
authority. The aim should be to offer alternatives to improve the 
teacher"; "Yes, but not 'should'. They may want to observe each 
other to see how other teachers are handling certain tasks or 
aspects of teaching. Novice teachers should observe different 
teachers at different institutions"; "Yes, but the number of 
observations must not be too many or too few"; "Yes, but they first 
should be trained to see things from different angles and not to be 
judgemental"; "Yes, but it must not be compulsory. It must come as 
a result of some inner belief that it will help to improve their 
teaching. They must have some feeling of security. Then it could 
work"; "No obligation. Teachers who feel relaxed may do 
observation, but teachers who feel irritated should not be forced to 
do it"; "Yes, but only if both are willing. When the observed 
teacher feels uncomfortable, it can be a disaster for both and for 
the students"; "Yes, because one cannot be aware of his strengths 
and weaknesses on his own. Being told one's own mistakes causes 
improvement"; "Yes, because you may learn new methods you never saw 
before"; "Yes. They can see how others teach something. One can 
improve himself by observing other teachers. Peer observation is a 
perfect means of in-service training"; "Yes. Especially for 
inexperienced teachers, it is useful. They see new techniques. 
Experienced teachers see alternative ways"; "Yes, because nobody 
knows the best. We can make use of others' knowledge"; "Yes";
"Yes, I believe they should. This should be done frequently to 
improve professionally"; "Yes. By peer observation, they can see 
the problems and think of solutions in post-observation 
discussions"; "For the observer yes, because peer observation makes 
us familiar with others' styles. For the observed teacher no.
because observers give no real feedback"; "Yes. They have the 
opportunity to share new ideas, activities, etc."; "Yes. Tliere are 
lots of things to learn from others. It is a good way to get rid of 
preconceived notions that limit your creativity and effectivenes.s" : 
"Yes. Teaching is a continuous process. Each teacher has something 
to say to the others"; "Yes, they should but not evaluate. It 
.should be done only to observe what is happening in the classroom"; 
"Yes. We can always find and learn, and further implement 
interesting techniques and activities"; "Yes. 'The more we 
observe, the more we learn' .should be our ideal. It makes us think 
globally. Sharing ideas with colleagues always gives us an 
opportunity to think from different perspectives and to see 
different alternatives that help self-development"; "Yes. We can 
be richer if we share what we have, but it must not be overdone".
Q9: Do you think teachers can become more aware of what they 
are doing and why through peer observation? How?
"They may. It depends on the debriefing afterwards"; "Yes, I 
think they can if they know what peer observation is"; "Yes, 
especially if it is done with audio/visual aids, and if there is a 
discussion session after the observation"; "Yes, if it is done 
systematically. If our goal is to become more conscious of what we 
are doing in the classroom, we should be able to analyze and 
interpret the data collected through observation"; "Yes.
Observation makes the observes aware of what he is doing, of bis 
strengths and weaknesses"; "Yes, but it is not the only means to 
raise awareness of one's teaching. Practice, should be bridged to 
peer observation"; "Yes. We sometimes are not aware of what is 
happening in the classroom. Peer observation makes one see wlia) he 
is doing in the classroom"; "Yes. Observing and then discussing
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the positives and negatives can direct the teacher for effective 
teaching"; "Yes, because peer observation is like an international 
journey into the teaching process"; "Yes. Observing makes teachers 
think of what they are doing in the classroom"; "Yes, because of 
its mirror effect"; "Yes, because teachers do not know why they 
teach in a particular way"; "Yes. Observation is an organized 
action. Before observation, you have a focus. While observing 
others you can see how it is treated"; "Yes. We usually teach in 
the same way. Wtiile observing others we see ourselves. They become 
mirrors"; "Yes. Peers will have the opportunity to discuss what 
seems effective in the class, what teachers actually do instead of 
what they plan to do"; "Yes. Tt makes you see how effective 
different methods are, realize the importance of the needs of the 
students, and the possibility of exploiting materials accordingly": 
"Yes, because teachers can think that they are doing something well 
and it works. Only when they see others do they realize and compare 
to his situation, he can be aware of his situation"; "Yes. We can 
see things differently from a different perspective"; "Yes.
Teachers more or less do the same things. When observing, one can 
see other aspects of teaching, and see if one thing works or not.
It is easier to see things from outside"; "Yes. Observation is 
like monitoring. While observing, you monitor yourself"; "Yes.
Peer observation can help you overcome your problems when you see 
how other teachers cope with them"; "Yes, because teachers can see 
their own behaviour through peer observation. It is a way of 
raising self-awareness"; "Yes. Sometimes a teacher does .something 
which he is not aware of when someone observes him. The observer 
can see its positive and negative effects on students objectively. 
Being an outsider makes one more objective"; "Yes. Through peer
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observation I became more aware of my teaching. My peers shared 
their impressions and inflections [sic] (reflections') of my teaching 
with me"; "Yes. Peer observation helps us see how class activities 
work. It makes us focus on both teaching and learning"; "Yes".
QIO: How would you react to peer observation as a part of your 
home teaching situation?
"Although I believe it is useful, it is difficult to persuade 
other teachers. The problem is that it is difficult to convince 
others that it is not evaluation"; "Peer observation aliready exists 
in my home teaching situation, but it is formal and serves more the 
purpose of evaluation than that of learning something new and 
improving your teaching"; "It should not be imposed on teachers.
If teachers feel the need, they should be given permission"; "I 
will welcome observers provided they will [sic] give me clear-cut 
written feedback"; "Unless you train all teachers about peer 
observation, they would not like the idea of being observed. They 
would not see much in it and would reject it. If it is a crowded 
institution, it would not be possible. People's personality is also 
important. Some people do not like changes. If most of the 
teachers are like this, it would not be possible"; "If I am allowed 
to choose the teachers who will observe me and the ones who I will 
observe, I would like to take part in it"; "Unless teachers know 
how to be objective and how to benefit from it, I would say it will 
not reach its aim"; "If classroom observation, positive"; "I would 
like to take part in peer observation"; "Positive"; " Since we 
have a crowded staff, I believe the importance of sharing ideas 
through peer observation. This will also be useful to improve the 
effectiveness of the program"; "It would be appropriate"; "I would 
be happy to let teachers observe me, and I would very much like to
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observe others"; "I want to carry peer observation to my home 
teaching situation, because I believe it is very beneficial"; "T 
will suggest peer observation to my colleagues at my home teaching 
situation"; "I would accept it in rny class and .sliare my experience 
with my colleagues"; "I will encourage my colleagues in my home 
teaching situation to experience peer observation"; "T will do it 
and I will recommend it to my colleagues"; "Positively"; "T would 
like others to observe me and I would like to observe others"; "I 
am very much interested in it and would be glad to do it"; "Very 
positively"; "I think it is essential in any teaching situation"; 
"Peer observation is not practised in my teaching situation. I 
think I will discuss it with my colleagues";
Qll. (1993-94 MA TEFL students) Under what conditions would 
you participate in peer observation at your home teaching situation?
"If I feel that I have some weaknesses on something, I can 
observe others. No special conditions are required in order to 
observe or to be observed"; "As a member of staff development 
program, maybe as a teacher trainer, or even as an aid for 
inexperienced teachers"; "If all teaching staff were given 
workshops on what peer observation is, what its benefits are, and 
what its real meaning is, I would participate in it. Because most 
teachers may understand that peer observation means 'peer critique', 
I would like them to be educated on it";_ "I would want to work with 
a group that believes that peer observation is useful"; "It should 
not be imposed on teachers. If teachers feel the need, they should 
be given permission"; "If a serious preparation is provid»=>d, and if 
all teachers believe that the aim is not evaluation of each other's 
teaching, and if observation is we 11-organised and instruments ar»·^ 
prepared, I can participate in it"; "I do not put any conditions.
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but I want to observe the others. I do not want to be observed all 
the time"; "I must be sure that teachers will not criticize but try 
to develop my weak points and be objective"; "I will participate in 
it only with the colleagues that I have close relations with, and 
with those who will not be offended with what I say"; "It depends 
on the teaching situation, the course I am giving, for example, 
writing, reading, etc."; "I do not think that people (who have not 
attended the MA TEFL program) will stop evaluating others while 
observing. They will see observation as evaluation, and I wouldn't 
like to have a person of this sort in my class"; "First, the 
teachers should be trained not to be judgemental. They should be 
made aware that they can improve their teaching through observing 
others";
Qll: (1993 graduates) Have you researched the possibility of
creating peer observation at your university?
"No, I haven't, but there are some others who have done it"; 
"No. In our institution, because there is not an efficient 
materials office, teachers get exhausted when they are preparing 
materials to use in the clas.sroom. They would go crazy if they had 
to do another thing"; "To be honest, I l^ve not thought about it 
yet"; "No"; "Tliere is already such a system at my universily";
"As much as possible"; "It is on our agenda. We are planning to 
conduct a change-oriented institutional self-study, and classroom 
observations will be used to provide part of the necessary 
database"·
Q12: (1993-94 HA TEFL students) Do you believe it would be
possible to make peer observation a regular element of your home 
teaching situation? Why or why not?
"I don't think so. Because teachers are overworked at our
school, they would think of this as a burden. For peer observation 
to be beneficial, teachers have to know more about it"; "I don't 
think so, because teachers who do not believe in peer observation 
would have some prejudices and concerns"; "I don't believp because 
the people where I am teaching are not trained in peer observation"; 
"No, because teachers' load of teaching hours is tiring enough. 
Besides, it is very difficult to have free time to observe othei.s"; 
"No. This is almost impossible. I don't think that all the 
teachers would agree on this. We have problems like crowded classes 
and lack of audio/visual aids. The teachers are afraid of being 
evaluated because of these handicaps"; "It is not very practical. 
Teaching hours may not match with the observer and the observee.
Also, everybody is not welcoming the observers"; "I don't think so. 
Most teachers do not know what peer observation is. So, they think 
people will criticize each other. They don't allow"; "No, not a 
regular element because it may be discouraging for most teachers, 
both for experienced and inexperienced ones"; "We already have it, 
but it is for helping new teachers. In addition, it has got an 
evaluative aspect for hiring new personnel. I don't think I can 
change anything because evaluation is also necessary when new 
teachers are employed"; "No, because people think that they will be 
judged according to some criteria"; "I think it would be. Because 
if we always observe others, we learn much more, and we can make 
continuous progress in our way of teaching"; "It is already a 
regular element in my home teaching situation"; "Sure. Some 
teachers have free hours between some classes. When other teachers 
teach, they may observe them; and when they teach they may be 
observed by other teachers"; "Yes, it would. So, its importance 
can be recognized by everyone and everything can be designed
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accordingly"; "Yes, I believe it would. Anyway, I will recommend 
it when I am back home"; "I will seek opportunities to observe as 
many teachers as possible, and all teachers are welcomed to observe 
me".
Q12: (1993 graduates) Under what conditions would peer
observation be possible in your teaching situation?
"Difficult, almost impossible. Practically, it is impossible 
mainly because of the hours of teaching. Partly because teachers 
are very busy with materials production"; "As I am the only 
linguist teaching English literature to students, I do not see any 
possibility at present of peer observation in my teaching 
situation"; "There is already such a system at my university"; "It 
is possible in any institution. The most important thing, to me, is 
to talk to teacher and inform him about the reason of being in the 
classroom"; "The more my colleagues believe that peer observation 
is a task not a test, the more it will be possible"; "Peer 
observation would be possible if we could establish a friendly, 
creative atmosphere, and if colleagues got to know each other 
closer" ·
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1.
APPENDIX E 
Interview
What is the role of peer observation in teacher 
development?
2. Did you know anything about peer observation before you 
came to the MA TEFL Program? (What?)
3. What did you feel about peer observation?
4. Did you want to participate in peer observation? Why?
5. You practised peer observation during your MA TEFL 
study. What do you think about peer observation now?
6. Have you taken part in peer observation since the MA 
TEFL Program? (Will you please tell me.)
7. Do you think peer observation is something that 
teachers should take part in your teaching situation 
now?
8. Do you think that peer observation should be an 
institutional requirement? (Why or why not?)
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APPENDIX F 
Interview Answers
Ql; What is the role of peer observation in teacher 
development?
"The main role of peer observation and observation is teacher 
development. They all aim at teacher development".
"I think through peer observation teachers can see new methods 
of teaching and they can also see how other teachers act in cla.sses. 
So they can decide whether to act like the teacher being observed or 
not".
"I believe it can bring a new dimension to teacher. Seeing 
other teachers dealing with things differently from his/her own way 
of teaching may just bring that person another point of view in 
teaching. That's why I think from time to time it should be done. 
Peer teachers should observe each other. Of course not for mere 
purpose of criticizing. It should be just thinking that dealing 
with different subjects, with different students might bring new 
insights to you".
Q2: Did you know anything about peer observation before you 
came to the MA TEFL program?
"No, not in the sense that we did it in MA TEFL. I have 
observed some teachers when I first came to my university, but that 
was a requirement of the department just to teach as teaching 
through observing others".
"Not in the sense that I did it in MA TEFL. But before I 
started the MA TEFL, I participated in peer observation sessions. I 
mean I observed my peers, especially when I first started my 
profession. It was a very long time, nearly six months. I observed 
and I taught at the same time. And then, when I started teaching in
my university, it was the same. From time to time afterwards, with 
interested friends, we observed each other in the classes,. but it 
was not the same. I mean I didn't have the same philosophy for'peer 
observation".
"Sure. I have been teaching for seventeen years. Before last 
year I had had many experiences of observation and peer 
observation".
Q6: Have you taken part in peer observation since the MA TEFL 
Program?
"Sure. Tlae main contribution of MA TEFL program with respect 
to peer observation was video recording. Before the MA TEFL 
program, I didn't use to video record the observation sessions, but 
I had chances to watch other people. After the program, T learned 
how to use the video equipment in one of the research classes. This 
year I have recorded four sessions, and I have also got the 
students' feedback as well as my colleagues".
"Yes, and this was through MA TEFL program. I had two visitors 
from MA TEFL program last semester".
"Yes, again the same things happened. The inexperienced 
teachers or some people that have just started to teach here from 
differenl: parts of Turkey even from foreign countries obs'^ rvr^ l im·
Plus in the first semester I was a part of your practicum les.son, 
and as a part of it, I was observed by two teachers for 3 or 4 
months".
Q3: What did you feel about peer observation before you came 
to the MA TEFL Program?
"I have always been fond of peer observation because I believe 
in it. I believe that it helps the teacher to improve his teaching 
style. You can get.feedback from your colleagues and you can give
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feedback to your colleagues. That is the main point".
"In practicum, when I was being observed by my friend, I didn't 
feel very uncomfortable. I was very comfortable because the 
objectives were very clear. I knew the criteria in the observation, 
and since everything was very clear to me, I didn't feel very 
uncomfortable. But while I was observing other teachers, I 
sometimes thought that maybe I would be disturbing them".
"To some extent I felt uncomfortable. But it was not because 
that person was there. It was just because sometimes the program 
was very busy. I had to keep up with the program and of course I 
had the observers in the classroom. And I had to deal with things 
perhaps more differently than I do in my usual classes. In the 
middle of the lesson, I would not stop and start checking homework.
So it just decreased my pace in the program. So I felt a little hit 
irritable. But being observed, of course, brought me some negative 
feelings as well. It's just that even though you know that people 
would not criticize you in your class. I mean they have the same 
dimensions as you have. It has an irritating point of course. You 
don't feel the same as you do when there is not someone in your 
class".
Q4: Did you want to participate in peer observation? Why?
"Yes, I have. I have always volunteered to participate in peer 
observation".
"Not really, because, for example, when my colleagues who were 
more experienced than me came to observe me when I first came to my 
university, I didn't know why they were observing me; my attitudes, 
or my teaching, or my English. So, I felt very uncomfortable 
because I didn't know the criteria".
"Yes. Especially the administration here sent the trained
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teachers to observe us in the first year, and when they asked my 
help, I never rejected, I volunteered. They could come to my class. 
I was open to that idea. It didn't distmrb me to be observed".
Q5: You practised peer observation during your MA TEFL study. 
What do you think peer observation now?
"Now, I think I have reached my purpose in my teaching 
situation. Because after I finished the MA TEFL program, during the 
weekly meetings I tried to persuade my colleagues and the department 
head to start peer observation by video recording, and we have 
started that".
"Especially after practicum in MA TEFL I feel it is very 
necessary for teachers not only when they start teaching like many 
institutions do but also throughout their teaching from time to 
time, because I think it is like new blood, and it. gives you a new 
way to think and a new point of view".
"Of course the most important thing is that we shouldn't be 
judgemental about it. You have the opportunity to objectively see 
what's happening. It just can bring you some development or some 
questions to be answered, some solutions, or some problems. But 
throughout that I had some general views of teaching. Some of them 
I had to review, and some of them I got positive feedback that T 
have been successfully dealing with, and some parts that I was 
unsuccessful and I have to change".
Q7: Do you think peer observation rs something that teachers 
should take part in in your home teaching situation now?
"Yes, sure, definitely. But everybody should see the point in 
peer observation. If they believe the importance of it or how it 
helps, then they will be volunteers. Otherwise they wouldn't. They 
would take it as compulsory".
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"Yes, I think we should observe each other. All of us, not 
only the experienced ones. We should have real peer observation 
because we can see what experienced teachers are doing, and we can 
benefit from them, or, we can give new ideas to experienced 
teachers. I mean there is a mutual benefit there".
"Yes, I think it should be a part of their program. I mean 
getting prepared for the class is a part of teaching. Performinc/ 
the things that you have and planning the class are parts of 
teaching, I believe. Being in research is a pai't of teaching. And 
being observed or observing other teachers, I think, is another part 
of teaching to be successful. And one .should actively take part in 
peer observation or observation".
Q8: Do you think that peer observation should be an 
institutional requirement? Why or why not?
"Yes. I think it should be an institutional requirement. 
Because if you don't make the requirement, most of the teachers 
wouldn't care. I think we need some sort of encouragement and 
support. I hope peer observation will be adapted in all the 
institutions in Turkey and I hope all teachers will be aware of its 
importance and use, and the students as well".
"I think it should be, because many people have some prejudices 
against peer observation. They are either nervous or they don't 
really consider it to be very useful. But it should be a 
requirement to some extent so that people may have a chance to see 
whether it is useful or not".
"I wouldn't say no to that, because I think that the idea that 
some people will come to your class and just observe you makes 
people study harder. I think this is something positive. After a 
time things become monotonous, but if some people wants to come to
your class and wants to observe you, then you think how you can 
change and do better. If it were compulsory, I wouldiiH*. disagree, 
but it depends on how you evaluate. I mean the heads of judgemental 
minds and different prospect Ives c^ an be something negative. T lliink 
it would contribute more than it would have effects on people. When 
I observe some teachers, I see that they do nothing to improve their 
teaching. It might be something, an initiator to facilitate the 
teaching” .
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APPENDIX G
Summary of Negative and Positive Attitudes in the Interview
Ss Q2 Q3 Q4 Q5 Q6 Q7 Q8
1 + + + -f* 4- 4'
2 - + - + 'f* + +
3 - - + + 4-
